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CHAPTER I
THE INTRODUCTION

CHAPTER I
THE INTRODUCTION

The name "workshop” is given to a comparatively new
experiment in education.

An experiment where a group of

people work together democratically toward the solution of
problems of mutual concern.
In Chapter II of this problem-thesis an attempt has
been made to define the workshop in the light of old and new
techniques, to sketch its history and to present some reasons
for its rapid growth.

The organization and fimction of dif¬

ferent types of workshops with the similar characteristics
they possess is outlined in Chapter III and how well the work¬
shop has succeeded according to certain evaluation processes
is presented in Chapter IV.

Chapter V emphasizes the fact

that the workshop is not a panacea for all educational ills,
that it has many problems which need solving.

There are the

problems of staff members, organization and above all finance.
Chapter VI of this problem-thesis is concerned with a pro¬
blematical workshop for Amherst elementary teachers.
At a teachers* meeting in December of 1951 the writer
explained to the aforementioned teachers the idea of what
was even then termed a "problematical” workshop.

"Proble¬

matical" because we have no way of knowing, even at this
time, whether such a workshop cein be organized, even if the
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Amherst staff were genuinely interested in participating in
this type of educational experiment.

Otir "problematical"

workshop has been pre-planned, organized, set in motion and
eveiluated with the writer’s sincere hope that some day the
Amherst elementary teachers may have the benefit of being
"workshoppers."
No assumption is to be made that in the workshop the
acme of learning has been reached, that it is the "end all"
of educational agencies, that the problem approach is the
whole story.

But on the basis of extensive reading and ac¬

tual participation in a workshop the writer has arrived at
the personal conviction that "workshoppers" can and do carry
many workshop principles into their own classrooms thereby
becoming better teachers.
Participants who have solved their own problems via
the workshop method are likely to encourage their students
to do the same.

Participants who feel that the responsibil¬

ity of solving these problems rests squarely on their own
shoulders 6a?e likely to imbue their own students with a like
feeling of responsibility.

Participeints who have engaged in

democratic group processes are less likely to be autocratic
in their classrooms and above all those who have learned to
"work, play, eat and live together" have probably learned
to live better with their students.
It is the writer’s further conviction that the work-

- 4 -

shop method helps to create better school systems.

In the

workshop opportunity is given to investigate problems pecu¬
liar to the individual school system.

There is a constant

re-evaluation of problems in the individual school system.
A great opportimity presents itself for integrating the pro¬
blems of the school system with civic life by encouraging
members of the community to participate.

Civic leaders too

often fancy the school as a place to stay away from - an ex¬
cellent place to out taxes.

This will be difficult to do if

the community is made to feel part of the school system.
The way the workshop functions, what it is trying to
do, its success and its problems indicate that psirticipants
are trying to understand their own and each other’s problems
in what we may call ”our American way.”
talking about democracy but living it.

They are not just

CHAPTER II
BACKGROUND OF THE WORKSHOP

CHAPTER II
BACEGROUND OF THE WORKSHOP

Definition — ”A workshop Is not a 'workshop', nor a sum
mer vacation, nor an easy way to earn credits, nor just
another course, nor a semlnair; a workshop Is not a conference
convention or two day meeting.

It Is definitely not a sub¬

stitute for good teaching.Briefly, It Is a place where
motivated learners work In a shop."^
There Is nothing mysterious about the term workshop,
but the loose usage of the word In Its application to many
situations has often clouded Its original meaning.
Conferences, meetings and conventions operated under
the auspices of teacher associations have just changed In
name but In no other respect.

Faculty meetings have been

converted and dubbed "workshops”, by principals and superin¬
tendents.

Too often has the label workshop been Incorrectly

applied to what Is a graduate course or to a conference, an
Institute or symposium.
Bagley explained the workshop as an Interesting and
Important recent development In American education:

"The

counterpso’t In professional or advanced vocational education,
particularly of the Inservlce type of the academic seminar,

1.

De Young, Chris A., "Practices and Recommendations In
Teacher Education Workshops" Teachers College Journal
Vol. lia (Oct. 1946) p. 13.

- 7 long typical of at least the later stages of graduate study.
In the latter, the student brings before his fellows and in¬
structors for criticism and suggestion the methods and results
of his reseeirch as it progresses.
shopper

In the former, each "work-

similarly presents the practical problems that he is

facing or preparing to face in his daily work."^
Melchior says the term "workshop" is new but the organ¬
ization and techniques are similar to those used in early
graduate schools and in many conferences and institutes.^
It is undoubtedly true that in organization and in
techniques the workshop has some similarities to these earlier
professional agencies.

But the workshop goes much farther in

that it may employ all of these techniques; the symposium,
the seminar, the conference, whatever methods will best meet
the needs of the participant.
However the workshop cannot meet all professional
needs.

There is a definite place for the graduate course,

the symposium, the seminar, the conference, the lecture but
each should be correctly labeled.
The idea of the workshop is certainly not new.

Even

as far back as the seventeenth century the Moravian chtirch-

2.

Baglay, W.C., Ed., "Some Workshops of 1941"
Society Vol. 54. (Dec. 13, 1941) p. 560.

3.

Melchior, William

School and

Instructional Supervision p. 333.

-
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man, Comenius (1592-1670) fought against verbalism and for
concreteness.

As C,A, Young says, Comenius did not coin the

phrase workshop but he was one of the earliest exponents of
the practicalness of workshop schools.^
John Dewey anticipated the workshop technique.

His

”Learn to do by Doing,” characterizes all phases of the workshop, not only in the interest groups but also in the social
and recreational activities.
Major Identifying Characteristics — What are some of
the major identifying characteristics of the workshop?
1.

Attendance is volTintary,

2.

Participants work only on problems they wish to
work on.

There is no pre-planned program (although

there is pre-planning); no arbitrary schedule or
activities.
3.

The planning of the schedule and activities is done
by the members.

Leadership is placed as swiftly as

possible in the hands of workshop members.
4.

The staff of the workshop work in the capacity of
guides and consultants, not as teachers or deter¬
miners of policy.

They represent resources for

the group to use as it sees fit.
5.

4.

Usually the workshop is held at a spot away from

De Young, C.A., op. cit. p. 13.

- 9 the school.

The "workshoppers” live, eat, work

and play together for the duration of their stay,
which may he but a few days or as much as six
weeks.
6.

There are no requirements other than those decided
upon by the group.

Evaluation of the individual

members is avoided if possible, although it is de¬
sirable for the group to evaluate the workshop.
7*

The program is divided among meetings of the whole
group, meetings of subgroups, personal interviews
with staff members and recreational activities.^

These are the characteristics which identify the work¬
shop; not the conference, not the symposium, not the seminar,
not the lecture.
History^ — In 1936 the teachers in the secondary school
cooperating in the Eight Year Study of the Commission on the
Relation of School and College of the Progressive Education

5.

Elsbree, Willard and McNally, Harold J., Elementary School
Administration and Supervision pp. 417-413^

6.

Much of the material on History was obtained from the fol¬
lowing sources: Heaton, Kenneth Professional Education
for Experienced Teachers: The PrFgram of the Summer
Workshop pp. l-l5* be Young, dlhris A., "Practices and
^e0ommendations in Teacher Education Workshops" Teacher
College Journal Vol. IIB (Oct. 1946) pp.13-14.
irfci^uliin,
"In-Service Teacher Education and The
Summer Workshop" Educational Outlook Yol. 20 (Ian. 1946)
p. 37.
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Association were handicapped by lack of time in which to work
out their problems Involved in this experiment.*^
It was suggested by some members of the Study staff
that part of the summer be set aside when the teachers and
consultants of this eight year study might have an opportun¬
ity to work out their various problems.

In the siammer of

1936 at Ohio State University thirty experienced teachers

selected by members of the Study staff and by local school
authorities met for six weeks.

It was believed then, as it

is now, that it would be best to select experienced teachers
as their work with children would help them to formulate sig¬
nificant problems.
During this first summer only teachers of science and
mathematics were invited because the science and mathematics
committee of the Commission on the Secondary School Curricu¬
lum were furthest advanced In their work and It was felt that
their contributions would be of great value to other mathe¬
matics and science teachers.
The results of this first workshop were so encouraging
and brought about such changes in the ideas and practices of
the participants that in 1937 a larger group of 126 teachers
representing a wider range of subjects met on the campus of

7.

Briefly this experiment was concerned with thirty high
schools and three hundred colleges; the latter agreed over
a period of eight years (1933-41) to admit the graduates
of these thirty selected high schools without the usual
requirements or examinations; unusucil freedom was given to
these schools who developed their own educational program
under the guidance of consultants on curriculum and eval¬
uation problems.

-
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Sarah Lawrence College in Bronxville, N.T.

This second work¬

shop was partictilarly significant because city school systems^
»

began sending key teachers with expenses partially paid by
school funds.

Also, since Sarah Lawrence College is quite

isolated and since the participants were living and dining
on campus, social and recreational informal gatherings be¬
came a very important part of the workshop and remain so
today.
In 1933 the General Education Board set up four work¬
shops and five hundred handpicked students attended.

Their

selection was based on the following criteria:
1.

Participants must have shown evidences of respon¬
sibility in their schools.

2.

They should have a particular problem or interest
on which they needed help and which could not be
given through regular courses of instruction*

3.

They should come from schools that encourage new
developments eind which would put into practice plans
which the participant might acquire during the
9
summer,^

A new group was admitted to workshops in 1933; 23 col¬
lege and university faculty members from l6 different insti-

B.

Such as Tulsa, Des Moines, Denver.

9,

Heaton, Kenneth op. cit. p. 9.

-
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tutions of higher learning*
The same year at Carnbrook School, Detroit, the heads
of various commissions of the Progressive Education Associa¬
tion, directors of the workshops, staff and assistants met
for ten days for a "leadership conference,"
In the space of three years what had started as a
temporary program to meet the needs of just a few teachers
had developed into a program which promised some permanency.
The Progressive Education Association and the Commis¬
sion on Teacher Education of the American Council on Educa¬
tion established a Workshop Advisory Service in 1940.

The

purpose of this advisory service was to act as a guide in
the use of workshop techniques.
By 1940 the graduate schools of fourteen colleges were
participating in the workshop program.

Among these were

Cleiremont College, the University of Denver, the University
of Texas, Drake University, the University of California.
In 1945 in a survey of sixteen state teachers colleges
members of the University of Chicago Teachers College Confer¬
ence, fourteen or 87.5% held summer workshops.
In the same summer there arose a great demand for local
workshops serving a single large school district.

Many of

these were held in conjunction with universities which had

10.

Young, C.A., op. cit. p. 14.

- 13 previously shown interest in the workshop such as; Denver,
Colorado, public schools and the University of Denver; Des
Moines, Iowa public schools euad Drake University; Houston,
Texas public schools and the University of Texas; Los Angeles
public schools and Claremont College, the University of
Southern California and the University of California at Los
Angeles.
Since 1945 the workshop’s growth has been almost phe¬
nomenal.

It would be almost impossible to list the number

of sponsors such as colleges, imiversities and communities
or the wide range of problems that have developed since its
infancy.

Mention will be made of some of these types in the

Chapter on Organization.
Cheinges in Later Workshops — Of co\irse there have been
changes since the inception of the workshop in 1936.

Later

ones have tended to increase in size, and in procedure and
specific objectives they have departed from their prototypes.
In the earlier workshops the participants came with
their problems stated.

With the help of consultants, and

their fellow participants, and through guided reading they
went back with solutions to their problems which were usually
curriculijm in scope.
social ramifications.

Today the problems seem to have more
They seldom deal with specific teach¬

ing techniques or a single piece of material; the first
stated problems are usually not the first accepted.

There

- 14 is a tendency to look for basic considerations rather than
to start on what seems pressing.

The main problem is stated

first and participants elect to attend the workshop because
the stated problem is their problem.

There is indication

that as much emphasis is placed on unstated personal problems
as upon subject matter problems.
There has also been a change in the type of sponsor¬
ship.

In 1936 it was the Progressive Education Association

which was the sponsor cooperating with Ohio State and later
with Sarah Lawrence College.
ucation served as sponsors.

In 1940 graduate schools of ed¬
Today it is not uncommon to find

two or more graduate schools of education cooperating in this
capacity.

City school administrations often work together

with either one or more graduate schools of education.

State

Departments of Education in conjunction with state colleges
and \iniversities are a more or less recent development of a
later t3rpe of sponsorship.
Why the Workshop — Is the workshop really friend or
foe; is it worthwhile or are teachers being ’’taken for a ride”
under the guise of the same old material expressed under a
new name?
Allen says that he believes the workshop has shown it¬
self to be more friend than foe.

This is because it has been

a boon to tired, bored teachers who have become worn out with
traditional methods that have freq.uently used up their ener-

- 15 gies, often not to their advantage.

It has been a boon to

principals who have been searching for devices to inspire or
interest busy teachers; to superintendents worrying about inservice programs.

It has been appealing to universities in¬

terested in presenting a different approach in their summer
sessions.^^
Perhaps the label "workshop” has an appeal for exper¬
ienced teachers who sometimes are reluctant to go back to
school.

The great popularity it has acquired since the

start is significant evidence of its appeal.

It is clear

that the workshop has become very widespread since 1936.
Certainly it is no longer in its infancy.

It is a tried and

tested procedure and has been the subject of much experimen¬
tation and research.
The workshop was introduced to meet the needs of some
thirty odd teachers.

Other teachers began to seek the oppor¬

tunity to participate because they felt that this type of
program might be the solution to some of their pressing pro¬
blems.

Today it would seem that the popularity of the work¬

shop continues because it still keeps itself sensitive to
the total range of the needs of the experienced teacher his professional, personal and social needs.

11.

Allen, Frank S., "The Workshop: Does It Deliver?"
Bulletin of the National ^sociation of Secondary
School Principals Vol. 34 (Dec. 1950) p. 224.
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THE ORGANIZATION OF THE WORKSHOP

Different types of Workshops — There are a great many
variations in the organization and administration of the
workshop.
Workshops differ in the specific purposes for which
they are organized; they differ in membership, in physical
setting and environment, in period of time, in available resoxxroes and in other conditioning factors*

No two workshops

are alike as far as these factors are concerned nor shotild
they be*
Workshops have been organized for two days like the one
on Core Curriculum at St. Mary’s Leike Camp, north of Battle
Creek, Michigan.^
At Battle Creek eind Kingsport, Tennessee they have what
are called pre-school workshops where plans for the year are
developed and special interest groups are formed*

These pre-

school workshops are from five to ten days.^
In Newton, Mass* a representative group of teachers
from the junior-high school meet in a workshop for forty min¬
utes one morning each week from October to May*

1*

Kelley, Earl

The Workshop Way of Learning p* 13S*

2*

Lammel, Rose "Types of Workshops" Journal of Educational
Sociology Vol* 24 (Jan* 1951) P* 2BWi

- 18 These teachers of mathematics, shop, science and social
studies all work on remedial reading auad the improvement of
reading relating to their particular field.^
Every Thursday from 4:30 to 9:00 throughout the year,
Wayne University sponsors a workshop for both graduate and
undergraduate students.
al session.

From 4:30 to 5:30 they meet in gener¬

From 5:30 to 6:00 participants and staff dine to¬

gether and from 6:30 to 9:00 they meet in small groups.^
This university claims the long-distance record for
any workshop as they have been operating without interruption
for thirteen yeeirs.^
In Washington, D.C. a children’s Workshop was organ¬
ized where dramatics, foreign languages (French and Spanish)
crafts, library and service such as the Jimior Red Cross pro¬
vided the major interest groups.^
In 1948, New York University, one of the colleges that
has done so much to sponsor the workshop sent a staff to

3.

Torrant, Katherine E., Co-operating With Classroom
Teachers in Our Coming ^^ficiencles Among PoorjReaders
Conference on i^eading tJniv. of Chicago, Mon. 72 (bet.
1950) pp. 138-142.

4.

Kelley, E.C., op. cit. p. 1.

5.

Ibid, p. 12.

6.

Hardy, Rose "Children’s Workshops"
7ol. 24 (May 1948) pp. 430-433.

Childhood Education

- 19 Puerto Rico.

In 1949 another staff went to Israel and in

1950 five similar workshops in addition to Israel and Puerto
Rico were organized overseas; in England, Germany, the Virgin
Islands and Northern and Western Europe.*^
The basic problems of most of these workshops were
•^International Relationships" except for the two in Northern
and Western Europe which were concerned with business educa¬
tion.
Of all the workshops, the two day, the five to ten day,
the pre-school, the forty minute, the semester, the overseas,
probably the one that has enjoyed the greatest popularity is
the summer workshop.
Many educators consider the summer workshop the most
effective because of the longer concentrated time of three to
six weeks with its close association of personnel who work,
eat, live and play together.

Since one of the identifying char¬

acteristics of the workshop as described in Chapter II was for
the participants to "work, eat, live and play together" it
is understandable why the summer workshop may be considered
the most effective.
In June of 1949 the writer was a participant in such

7.

Katsh, A.L., "N.T.U. Overseas Workshops" Journal of
Educational Sociology Vol. 24 (Jan. 1951) pp. 292-301.

20
a workshop in Sarasota, Florida which met for a period of
three weeks from June 6-25.

One hundred and twenty teachers

representing Grades 1-12 worked together, ate Ixmch together
and played together in what seemed to most of us a worth¬
while experience.
From work done in this workshop but particularly from
material read since then, great variations in workshops have
been noted.

At the same time certain similar characteristics

have been observed.

It is with these similar characteristics

that the rest of this chapter is concerned.
Similar Characteristics in the Organization of the
Workshop —

1.

Every workshop has to get started. — There are, of
course, many ways of starting a workshop.

One method

is to have staff members of local schools attend outof-town workshops held at a university or in other
school systems.

These representative may come back and

act as stimulants to other staff members.
Another method is to include descriptions of work¬
shops in other school systems, in a supervisor’s or
superintendent’s report to the staff.
A small group of the staff may get together to dis¬
cuss the advisability of having a workshop and the re¬
sults of their discussion may serve as a nucleus for
starting one.

-
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But no matter what method is chosen, there sho\ild
be an understanding that the workshop will be started
only after discussion by all members and only if these
members feel a need for organizing this type of pro¬
gram*
2.

Every workshop shoxild have ceireful pre-planning to avoid
groping confusion during the first week. — The pre¬
planning committee should concern themselves with the
following;
a.

Purposes and scope of the workshop as a Tdiole.

b.

The budget which includes ”workshoppers" scholar¬
ships , salaries of staff and special speakers.
Also any materials which have to be purchased.

c.

The establishing of an attractive and appropriate
workshop center either on or off campus, utilizing
community resources.

d.

The length of time the workshop is to operate.

e.

The arranging and setting up of materials, equip¬
ment, publicity and orientation materials in the
workshop center.

f.

The canvassing of talents, interests, hobbies, etc.
to help plan recreational and social activities.

g.

Advance preparation to help determine the make up
of study groups eind workshop committees.

22
h.

Building readiness for participation by bulletins,
orientation materials and workshop handbooks.

i.

Determining admission policies and credit to be
granted to participants.

j.

Making sure of adequate secretarial service.

k.

Drawing up a temporary schedule for the first week
permitting time for general sessions, social and
recreational activities and small group work re¬
membering that the latter is the real center of
life in a workshop.

3*

Whether the workshop is to be for a short period or an
extended one it should be organized and planned to
include:
a.

Individual advisory conferences - which provide
the time for participants and advisers to clarify
their purposes, develop plans and evaluate achieve¬
ments.

In some workshops for two ho\irs a day no

group conferences are scheduled and this time is
set aside for the individual type of conference.
b.

Major work groups - The important principle to be
followed in the organization of these groups is
that common interests and the needs of individuals
have brought these people together.
Emphasis should be placed upon the fact that an
individual remain in a work group only as long as

- 23 he feels the need for belonging to such a group.
This might lead to the criticism that new groups
are forming every day but Kenneth Heaton says
that ’’most of the major work groups which are
formed the first week continue meeting with most
of the same members throughout the workshop.”
c.

g

General Meetings - These are considered important
because everyone in the workshop gets a chsmce to
be together, to do something together.

During the

first week there may be a general presentation of
the purposes and objectives of the workshop.

State¬

ments of the problems and issues that have evolved
from the participsints may be discussed.
Later on these sessions may be used for special
speakers and for reports by staff and work groups.
d.

Informal group activities - music, dramatics, and
crafts, anything of a recreational or creative
nature.

e.

Individual activities - Time should be permitted the
individual to get off by himself, to do independent
reading, to evaluate his achievements, his goals,
to do what he ’’feels like doing.”

8.

Heaton, Kenneth Professional Education for Experienced
Teachers: The Program of the Summer Workshop n. 49.

-

f.
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Planning of program and staff conferences - The pre¬
planning ccamLlttee may continue in the capacity of
the planning committee or what is sometimes called,
the steering eoEzittee, but should hare assistance
from participants in establishing i>olicies, lafllring
decisions or arrangements and setting up an elastic
weekly schedule.

There should be nothing arbitrary about the workshop
sehedule-it cannot be stressed too such nor too often that
the schedule should be most elastic-always subject to change
to meet the needs of the "workshoppers*.
Srery workshop must get started and erery workshop
should hare scse kind of pre-planning.

In addition to these

similar characteristics erery workshop should hare the arailable resources of interested x>articipants, a competent staff
and an abundance of materials.
The greatest resource are the participants themselTes;
participants that are really enthusiastic, that can carefully
define the problem or problems on which they want to work and
that really hare a need for workshop experience.
Participants need a co^>etent, well q.ualified, rersatile
staff.

These specialists should be skillful in aiding learners

to assume the responsibilities of their probless.

They should

proride opportunity for the teacher to understand herself as a
person, as a teacher of children and as a co-worker in the

- 25 group.

Therefore the staff memhers should encourage partic¬

ipation not only in the solving of problems but in the recre¬
ational and creative activities.
A desirable staff is one which refrains from assigning
"reading” lists and outlining arbitrary programs of study.
"Workshoppers" are looking for people who have a background
of experience and are skilled in human relations and democra¬
tic group processes; not "prima donnas" nor "stuffed shirts".
Materials should be available to "workshoppers" upon
arrival.

Audio-visual aids, texts, periodicals, btilletins,

leaflets, any information which will help the participant
toward solving his problem to his own satisfaction.
Reading material is not assigned but testimony shoira
that readers do more intelligent reading than ever before in
their lives.^

The amount of reading will depend on the amount

of material available eind the speed of reading.

Some people

read more quickly than others, therefore they will be able to
cover more material.
The Workshop Pattern — It has been noted that there
is a great variety in workshop organizations; that the scope
of problems is almost limitless.

In spite of the variations

that exist, the workshop does have a pattern.

9.

Not just in

Haskew, L.D., "Towards Maturity in Workshops"
Education Yol. 2? (March 1951) P* 320.

Childhood
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getting started, pre-planning and resources but in three
important elements:
!•

The Leeirner - a person who can grow and develop
as he assumes responsibility for his ovm learning.

2.

The Problem - the core around which the learning
structure is built.

3*

The Process - medium through which the partici¬
pants and workshop staff members can communicate
and work together.^^

10.

Herrick, Virgil E., "Workshop Patterns and Processes"
Childhood Education Vol. 22 (May 1946) p. 426.
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CHAPTER IV
THE EVALUATION OF THE WORKSHOP

The Evaluation System — Who does the evaluating in
the workshop where evaluation should be a continuous pro¬
cess?

What is evaluated?
The participant evaluates himself in terms of the

purposes for which he came, in the goals he sets for himself.
This may be done by the staff distributing questionnaires
similar to the ones used in the Seirasota, Florida workshop
in June, 1949*

Examples of these questionnaires will be

found in Chapter VI.

These questionnaires help the partic¬

ipant to think about himself and his particular role in the
workshop.

They help him realize that the responsibility for

his success rests squarely on his own shoulders.
In the small work group, evaluation is often done by
discussion - spontaneous discussion which may lead to a re¬
statement of the objectives of the group.

Considerable self

appraisal should be the result because if purposes and goals
are not being attained some individuals are probably re¬
sponsible.
Another method of evaluation in the small group is the
written report.

This report may contain a statement of the

work groups objectives and what achievements are being made.
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one voltone and distributed to the ”workshoppers” at the end
of the workshop.^
The participant is encouraged to evaluate the total
workshop.

As Diederich says, "In general, a workshop does

not evaluate its members, the members evaluate the workshop."^
The schedule, facilities, problem areas, staff members, rec¬
reational and social activities, may be included in the scope
of total evaluation.

This may be done in panel form with

students from the work groups expressing not only their own
views but those of the group they are representing.

All par¬

ticipants should be present and be given an opportunity to
take part in the discussion.
Kelley^ describes another method of evaluating the
total workshop.

Small random groups are formed either by

using the coxmting off method or by asking people sitting
near each other to form groups.

After an allotted time the

large group comes to order again and evaluation of the entire
program takes place.

A discussion leader has previously been

designated but he is in no way to monopolize the meeting.

1.

This was the method used in the Sarasota workshop.

2.

Diederick, Paia and Van Til, William

3.

Kelley, E.C., The Workshop Way of Learning

The Workshop p. 10.
pp. 90-91.
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Every one should be encoureiged to participate.
Self-evaluation, small group evaluation and the eval¬
uation of the entire workshop should play a very important
peurt in the schedule planning.

The planning or steering

committee should incorporate ideas growing out of discussions
and written materials into the following week’s schedule.
Constant evaluation is one of the reasons why the workshop
schedule must be flexible.
Although frowned upon by most workshop staffs the es¬
tablished practice in eveiluating participants is by the mark¬
ing system.

Some academic credit towards a Master’s degree

is usually granted to those participating in a workshop.
is for this purpose that individual marks are given.

It

Some

workshops get around this painful duty by giving everyone a
B,

Others have asked participants and advisers to wite

brief statements about what was done in solving the partici¬
pants’ problems.

These have been signed jointly.^

The greatest objection to grades is that the whole
%

idea of the workshop is not geared to the granting of marks.
It is somewhat difficult to grade cooperativeness, democratic
procedures, critical thinking or the intangibles that may be
taken from workshop to classroom.

4.

Diederich, Paul and Van Til, William

op, cit. p. 11.
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The marking system remains one of the unsolved pro¬
blems of the workshop.

There will be a further discussion

of other problems in Chapter V when mention will be made again
of the "tyranny of grades."^
Because the real evaluation of a workshop is what
happens to the lives of "workshoppers" the follow up method
used in the survey done by Paul Diederich is considered quite
effective.^

In the winter of 1940, 200 workshop participants

in eight cities and their suburbs'^ plus a small sample of
rural-consolidated and small town schools were impartially
studied by the following method.
Whenever possible one class period taught by the par¬
ticipant was observed.

No warning was given but permission to

visit the classrooms was obtained from the principal.
Of course one class ta\ight by an individual is no fair
criterion but it was found that in a hundred such classes some
of the effects of workshop participation did appear.

5.

Loc. cit.

6.

The material on this type of follow up was obtained from
Heaton, Kenneth Professional Education for Experienced
Teachers t The Program of the Summer Workshop pp. 94~104
and Diederich, Paul and Van 1?il, William The Workshop
p. 12.

7.

Denver, Des Moines, Tulsa, New York City, Los Angeles,
Chicago, Coliimbus, and Cleveland.
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No antagonism was apparent because it was made clear
to the teachers that the visitor was there to evaluate work¬
shops, not participants.

The conferences which took place

afterward between investigator and teacher consisted of three
major lines of questioning.
The first was concerned with what problems or projects
had been brought to the workshop, had they been dropped or
changed during the workshop eind why; what kinds of help had
been received, was any satisfactory solution achieved during
the workshop, was it put into effect, how did it work, what
further problems were created.

This was termed the "direct”

method of questioning.
The second line of questioning called the "indirect"
was concerned with the values of workshop participation,
changes in point of view, uses of new media of learning,
greater attention to pupil needs and interests and new
sources of materials and activities to meet these needs.
Further questions of this type were asked to determine whether
the workshop had brought about a change from previous practices
and points of view.
The third line of questioning t\irned the spotlight on
the workshop itself rather than on changes in the participants.
Former "workshoppers" were asked to give honest, critical ap¬
praisals and suggestions for improvement.

It was pointed out

that an uncritical testimony would lead to other workshops

- 33 but not better ones.

These orlticlsms and appraisals would

be used to warn the staff but no one except the investigator
would know from whom the comments came - they would certain¬
ly not be used against the participant.
Further questioning which concerned changes in the
participants was done by consultations with principals, su¬
pervisors and those who had been around the school quite a
long time.

Results showed that those interviewed had been

quite modest.
The major conclusions noted from this followup study
by Diederich

ft

were first; the workshop had really changed

people, in a startling fashion.

In genereil, people came home

from summer school and taught in the same old fashion.

In

the 1940 study it was indicated that workshop participants
became dissatisfied with the status quo and were often enthu¬
siastic about making over the curriculum from top to bottom.
The second major conclusion drawn was that participants
actually put into practice what they had leairned in the work¬
shop.

If the program they had attended was based on problems

and interests, they based their classroom work on problems
and interests.

If their program had exemplified the creative

approach, they began using the creative approach.

S.

Diederich, Paul and Van Til, William

If the

op. cit. p. 12.
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proach in their schools*

"The sum total of the chemges ob¬

served was a new orientation in education and a new interest
in the possibilities of teaching."^
In order to find out what people who had been members
of the workshop in previous years thought about it one work¬
shop director^^ used the questionnaire approach as a followup*
This questionnaire was applicable to the workshop at Wayne
University described in Chapter III*
In 1949 such a questionnaire was sent to teachers who
were no longer in the workshop but had been in one d\iring
the last five years.

Replies came from people who were mem¬

bers between February, 1944 and January, 1949 *

450 question-

nairs were distributed and 150 replies were received.

Ques¬

tionnaires were sent out in June which may have been one
reason only 150 were returned.

A summary of the questions

asked is given below.
A.

Number of semesters attended workshops.

B.

If the workshop has made changes in the following,
please check:
1*
2.
3.
4.

9.

Professional development
Personal development
None
No answer

Loc* cit.

10* Kelley, E*C., op* cit* pp* 97-103.
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The workshop has directly influenced my teaching or
administrative procedure:
Much-—

D,

Some-

Little—

None—

Describe practices which illustrate the influence of
the workshop on your teaching or administrative proce¬
dure,

(Types of responses were — "I am successfully

using workshop methods such as group work on problems
selected by the pupils, bulletin boards, reports, etc."
"I understand democratic processes better and I have
more faith in them,"

"I have learned to use new teach¬

ing devices.")
E,

In comparison with other courses I have taken, I would
say the workshop was:
Less valuableAbout the sameMore valuable-

F-G, These two questions were concerned with the amount of
reading done in the workshop and how meaningful this
reading was,
H.

The answer to this question indicated the amount of
work done in the workshop as compared with other courses.

I,

In my opinion, the workshop would have been better if:
(There were nineteen different responses suggesting
methods of improving workshop techniques such as better
orientation at the beginning, better facilities, more
staff leadership in groups, etc.).
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These questions asked the participants if his present
opinion about the workshop was different than the one
he had at the time of the workshop, and comments about
his present opinion of the workshop,

L.

Summary questions — effectiveness of staff,

(Too in¬

formal, some good, some bad, needed more help from
them, etc,),
M,

I would (would not) advise fellow teachers to take the
Education Workshop.
These questions were followed by additional comments

made by the former participants such as:
^The workshop has helped me to really like people.
has carried over into my classroom.

This

I feel the most important

thing to teach children is how to get along with each other.”
”Some of the little devices used to break down personal
"barriers” (such as silly games, etc,) seemed a waste of time
to me.

To people with more bubbling personalities, perhaps

they served their purpose.”
Of the 130 questionnaires returned 145 were positive in
their approval, 3 were somewhat negative and 2 were definitely
so.
The questionnaire seemed to indicate that workshops
methods were being used by these former "workshoppers”, that
they believed the workshop a valuable tool.

Their criticisms

were undoubtedly of great value to the staff in formulating
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What Workshop Evaluations Reveal — Whether the eval¬
uation is done by questionnaires, discussion or personal in¬
terview.

T.D. Rice^^ says that the following aspects of the

workshop seem to have the greatest value for participants:
The informality and social setting.
Small group work.
The expression of democracy, group participation
and lack of pressure.
Freedom of expression.
Individual conferences.
Accessibility of staff.
Growing assurance in creative expression.
As "valueless” aspects he lists:
General meetings.
The ineptness on the part of the staff who are
prone to instruct rather than construct.
Departmentalization which interferes with follow
through of problems or interest.
Further mention will be made of some of these "value¬
less” aspects in Chapter V.
Summary of Evaluation Processes — In the last analysis
there are probably three major types of evidence by which
evaluation may be made.

11.

Rice, T.D., "Workshop Evaluation and Pre-planning”
Journal of Educational Sociology Vol. 24 (Jan. 1951)
pp. 2^2-283•
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1.
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Is there increased competency in professional work?
Does the participant use a variety of media of ex¬
pression in his classroom, does he employ democratic
processes in teaching, are his students stimulated and
does he have a broadening concept of the role of
teacher or administrator,

2.

What is the quality of participation in the workshop
itself by the participant?

In the methods he uses,

in his individual group work, in the clarity and na¬
ture of his purposes and in appraisal of group needs,
3.

Finally has the participant increased his ability to
direct his own activities, to solve new professional
problems as they arise?

This is a type of self evalua¬

tion which may be done by a check list similar to those
used by supervisors or principals in rating teachers.
Whether the individual has increased his ability to
direct his own activities, to solve new professional
problems as they arise, may be determined by the
teacher rating himself, using topics pertinent to this
type of self-evaluation.
Too often in school, evaluation occurs only at examin¬
ation time, and then the picture is often one of a guessing
game rather than a true picture of evaluation.

In the work¬

shop, as has been stated previously, evaluation is a con¬
tinuous process.

”It is an integral part of workshop

- 39 procedure and it reflects explicit and implicit purposes
which were made in setting up the workshop originally and
which grow among all participants during the duration of
the workshop.”

12.

12

Ibid p. 284.

CHAPTER V
TOWARDS A BETTER WORKSHOP

It would be just too bad if the workshop got to the
unhealthy stage of knowing all the answers.

The reason for

the workshop’s very existence would imdoubtedly expire in a
stultifying atmosphere of complacency; the belief that the
acme of perfection had been reached.
Unsolved Problems — Of course the workshop has many
unsolved problems.

That is as it should be.

Unsolved pro¬

blems often go hand in hand with the desire for improvement.
Some of these same problems have faced other professional
agencies; some have grown out of the very idea of the work¬
shop itself.
A competent staff is not always easy to obtain whether
it be for a workshop or for a more formal course.

In the

workshop some identifying characteristics of the staff have
been noted previously.

(Chapter III).

It is the ability to

guide rather than to teach that is sought in a workshop
staff.

How then may more competent personnel be trained for

workshop procedure?
Staff members and future staff members hawe to be per¬
sonally "sold” on the objectives and aims of the workshop
itself.

This attitude can probably be fostered by frequent
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and association with enthusiastic but practical staff mem¬
bers .
There is the further problem of staff help.
help should be given the group or individual?

Should one

staff member work continuously with the group?
take turns?

How much

Should they

Should the group be left to itself and ask for

help as they feel the need for it?
One workshop^ tried the method of the staff taking
turns, not working continuously with the groups.

This did

not work out well because no staff member stayed long enough
to know what the group was doing.

It was difficult for the

staff member to give anything except miscellaneous ideas in
a situation of this kind.
The amount of help given a group would seem to depend
upon the group itself.

Those to whom the workshop is a new

experience will probably need the help of a resourceful staff
member more than those who are "old hands."
The participant himself may often be a problem.
of us have been "note-takers" for a long time.

Most

It is very

difficult to thin^ of our problems in terms of formulating
and trying to solve them via the workshop method.

1.

It is

Kelley, E.C., The Workshop Way of Learning p. 49.

- 43 often difficult for the ”workshopper” to realize that the
responsibility for learning is his own - not that of the
staff’s.
This was indicated during the first week of the Sara¬
sota workshop with cries of, "But he doesn’t tell us what to
do."

"He assigns nothing."

("He" meaning the staff member,

sometimes referred to as a consultant).

Gradually "work-

shoppers" began to realize that the consultant wasn’t going
to "assign" work, he wasn’t going to tell anyone what to do.
Participants began to realize that he was there to act as a
guide - as a helper.
It would be ridiculous to say that the thinking of all
120 participants in the Sarasota workshop was changed in the
space of three weeks.
right direction.

But for many it did seem a step in the

The majority of them voted for another work¬

shop because they felt that this ty^e of learning had helped
them to solve their present problems and might help with their
future ones.

Some were not interested in another workshop.

That is as it should be.

The workshop is not for everyone be¬

cause everyone’s needs are not solved the workshop way.
The confusion of getting started faces many workshops.
Not only can the period of orientation for those inexperienced
in workshop procedure be difficult but even those who have
followed the workshop pattern for many years find it frus¬
trating.

- 44 In the Wayne University

2

workshop they have tried the

method of panels of former students, of opening speeches and
of putting participants into groups without explanation.
None of these have worked satisfactorily.
The problem of getting started takes a great deal of
pre-planning.

New devices will have to be found, perhaps none

of them satisfactory but the committee can keep on wishing
and what is more important, trying.
As was noted in Chapter IV it was the consensus among
many "workshoppers" that the general session was one of the
"valueless” aspects of the workshop.

Too many long speeches,

by too many people may be one of the chief reasons.

It might

be wise to limit speeches to twenty minutes or thereabouts.
It might even be politic to have few speeches and use the panel
form instead.
Members from the community, from public agencies or bus¬
iness, whose work relates to the problems of the workshop may
be valuable resources to use in general sessions.

Any informa¬

tion brought by these resource members to the participants re¬
gardless of the media used, should be that which will help in
the further solution of their problems.
Reference was made to the question of grading in Chapter

2.

Ibid, p. 127.
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Much material has been written about the grading system,

not only concerning workshops but all professional agencies.
To the workshop staff, the marking system is not compatible
with the aims and objectives of the workshop.

Thus far no

better solution has been reached which will satisfy every¬
one - the workshop staff, the ”workshoppers”, the administra¬
tion sponsoring the workshop.
Thus, the grading system remains one of the workshop’s
unsolved problems but here too the committee can go on wish¬
ing and trying for a better solution.
In addition to the unsolved problems confronting many
workshops is the problem of finance.

In some workshops ex3
penses are met by the board of education.
In others the
board of education pay the ’’workshoppers” expenses and the

university or college (if they are co-sponsors) are responsi¬
ble for the rest of the financing.
Unquestionably the workshop is an expensive proposition
and opposition will be offered in many places for that very
reason.

But many communities find that financing a workshop

"pays off”.

The head of a large city school system said in

reference to the expense incxirred in sending a group of
teachers to a workshop:

3.

”Every year we pay out well over a

This was done in the Sarasota workshop.

hundred thousand dollars to our supervisors, who keep things
running more or less as they have always run.

But last year

we spent eighteen hundred dollars to send a group of our best
teachers to a workshop.
it.

We got a whole new curriculum out of

That was the best investment in supervision we ever made.”^
Just as the workshop itself should be well advertised,

so should the teacher’s attitude regarding the workshop make
itself known.

Teachers that are interested should show the

administration that they are willing to try a new experience.
This may not bring immediate sponsoring of a workshop by the
board of education but it may help tov/ards taking a step in
that direction.
It is easy for those who hold the workshop ’’dear to
their hearts” to become over enthusiastic in spite of the many
problems.

There is danger of complacency in the belief that

the workshop is the ”summa” of all learning techniques.
Criticisms — There should be an awareness of the crit¬
icisms directed toward the workshop.
5
Johnson says that the workshop can lose its useful¬
ness by becoming too rigid, too formal.

4.

Diederich, Paul and Van. Til, William

The Workshop

p. 13*

5.

Johnson, E.M., ”Workshops-Danger in Uniformity” Virginia
Journal of Education Vol. 44 (March 1951) p* 11*

- 47 The danger of too much planning has been stressed in
workshop procedure but what of the danger of not enough pre¬
planning which can lead to slip shod methods?
One participant felt^ that there was too much talk,
too much theory with nothing to take home from the workshop
she attended.
Another "workshopper”*^ objected to the fact that in the
workshop she attended, too much stress was placed on recrea¬
tion time.

Although some of the participants seemed really

interested and worked hard, many of them particularly the
staff members gave the impression that they were there be¬
cause they had to be.
Criticisms of this kind should be helpful to those en¬
gaging in workshops.

Criticisms of this kind should be en¬

couraged so that there will be continuous improvement in the
pre-planning, the organization, the reso\irces and the evalua¬
tion techniques of the workshop.
Summary — The workshop is not the panacea for all ed¬
ucation ills.
pose.

It was certainly not organized for that piir-

It began with the interests and problems of some thirty

6.

Wonder, Alice "Workshop Conference: Grandma Attends"
Clearing House Vol. 22 (Dec. 1947) PP* 329-332.

7.

Lake, Mary "Workshop Conference:
"The Bear Trap"
Clearing House Vol. 22 (Dec, 1949) PP* 210-211.

odd teachers.

Since then many teachers have become ”work-

shoppers" in the hope that the workshop method will help
them reach a better understanding of how to live effective¬
ly with their students in a democratic group.

CHAPTER VI
A PROBLEMATICAL WORKSHOP FOR AMHERST ELEMENTARY TEACHERS

CHAPTER VI
A PROBLEMATICAL WORKSHOP FOR AMHERST ELEMENTARY TEACHERS

In December of 1951 the idea of a problematical summer
workshop was presented at a meeting of Amherst elementary
teachers.

These teachers were asked to propose problems

which would be of interest to them in the event such a work¬
shop could be sponsored at some future date by the University
of Massachusetts and the Amherst Board of Education.

They

were given about two weeks to think through topics for which
they might have a personal need and at the end of that time
their written proposals were passed in to the writer and
tabulated by her.
As a result of the tabulation, mimeographed sheets
(see Appendix I) listing ten main topics that had formulated
from their responses were distributed to all Amherst elemen¬
tary teachers.

They were requested to check four that would

be of interest to them.
The four main topics that evolved from the tabulated
results were:
1.

Remedial reading for Grades 1-3.

2.

Exceptional children (both retarded and gifted).

What

to do with them in a system where no special provision
is made for them.
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The handling of emotionally insecure children.

4.

Areas to be covered in the field of Social Studies
from Grades 1-6.

Ideas for activities in those areas.

(See Graph I for complete tabulated results).
It is not recommended that all or any other workshop
be initiated in this manner but since the probable partici¬
pants have had a chance to think about their particuleir topics
of interest, the problems in our particular workshop are to be
stated before the "workshoppers” convene.
Pre-planning^ — Although too much planning defeats the
purpose of the workshop there must be some very careful pre¬
planning.

All the planning that has taken place thus far in

o\ir problematical workshop can be done by a pre-planning com¬
mittee.

Of whom should this committee consist?

How much pre¬

planning should be done?
The committee should consist of the head of the educa¬
tion department of the University of Massachusetts who can
also serve in the capacity of coordinator or director of the
workshop, the superintendent of the Amherst public schools,
supervisors of elementary education, music and art, and the
principeils of the seven elementary schools.

All of the Amherst

principals are teaching principals so they would truly repre-

1.

A great deeil of the material on pre-planning is based on
the publication: Guide for Resource-Use Education Work¬
shops .
Committee on Southern Regional Studies and Educa
tion. American Council on Education 1951 pages 4-9 and
the text by Kelley, E.C., The Workshop Way of Learning
Chapters 3, 4, 5, 6.

- 52 sent the teaching staff.

If possible, the conmiittee should

include some community representatives.
It is to be understood that any preliminary planning
for any workshop "will but set the stage for the planning
which will be done by the workshop group.How then will
the committee set the stage?
1.

Sponsors:

The University of Massachusetts
The Amherst Board of Education

As has been suggested previously the head of the edu¬
cation department at the University of Massachusetts can serve
as director or coordinator.

The university is also in a posi¬

tion to obtain the services of qualified consultants in the
fields of primary remedial reading, elementary social studies,
the exceptional child and the study of mental health in rela¬
tion to the emotionally insecure child.

They can probably

secure guest speakers from various agencies all over the state
who can speak along the lines of the four major interest pro¬
blems .
It is hoped that the Amherst Board of Education not
only will have a representative on the pre-planning committee
but will be willing to finance the workshop.

lust what this

financing entails will be discussed in a later paragraph.

2.

Guide for Resource-Use Education Workshops.
Committee on
Southern Regional Studies and Education American Council
on Education 1951 P- 5.
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Time:

The most feasible time would seem to be direct¬
ly sifter the close of school in June for a per¬
iod of three weeks.

3.

Location:

Skinner Hall because of the following fac¬
ilities:

An auditorium which can be used for general sessions and
for some social and recreational activities such as folk and
square dancing.
Rooms for small interest groups, committees and confer¬
ences are available as well as rooms for special interest ac¬
tivities such as audio-visual, crafts and music.
Cafeteria facilities as well as health and comfort fac¬
ilities can be easily arranged.
for cafeteria personnel.

Provision will have to be made

Their salaries and expenses for the

lunchroom can be covered by the sale of meal tickets to par¬
ticipants .
4.

Facilities:

(in addition to those offered by Skinner
Hall)

College campus:

5.

Financing:

Tennis
Swimming
Picnic areas
Equipment for indoor activities from
physical education department.

The University of Massachusetts should be

responsible for the salary of the coordinator.

If the

Amherst Board of Education feel that they cannot under¬
write all the finances such as "workshoppers” scholar¬
ships, salaries and travel expenses of consultants and
guest speakers, materials and equipment, perhaps some
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terested in acting as financial co-sponsor.
6.

Credits:

Three semester hours of graduate credit

granted.

Participants should be Informed in advance as

to title and number of course as well as college credits
earned.

The ideal situation would be to have teachers

working in a workshop only for what they might learn
and for no credit but as Kelley^ puts it that glad day
seems very far away.
7.

Administrative announcements;

These should be sent out

in advance giving the following information:
Location and the date of the workshop.
Any expenses that may be incurred.
Credit requirements and opportunities.
Any miscellaneous information that will be of
help to the "workshoppers” to orient them¬
selves a little before getting to the work¬
shop locale.
B.

Registration:

We shall try to have completed all regis¬

tration by mail before the first day.

If possible a

representative from the university to adjust credits
and complete registration would be very welcome at the
first general session.
9.

The Staff:

The director or coordinator from the head

of the education department at the University of
Massachusetts.

3.

Kelley, E.C., The Workshop Way of Learning

page 129.
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obtained from the many teachers colleges, liberal arts col¬
leges and universities in the environs of Amherst.

For our

particular needs social service agencies and departments re¬
lated to mental health may be able to furnish qualified per¬
sonnel.

Since budgeting is important it is suggested that

consultants and guest speakers be Invited from local areas.
If money penults others may be brought from further distances,
if the pre-planning committee feels their presence will just¬
ify the money spent in terms of meeting the personal needs of
the participants.
10.

Materialr

An abundance of materials is necessary to

conduct a successful v/orkshop.

Texts, periodicals,

bulletins, audio-visual aids should be obtained before
the workshop is in operation.
Perhaps some of the ”workshoppers*^ have material
they can bring which is one advantage of knowing the
interest fields before arriving.

The pre-planning

committee should be aware that in scheduling films,
film strips, and many other audio-visual aids the or¬
der must be sent far in advance.
11.

Scheduling:

The following is a tentative schedule.

Any workshop schedule should always be elastic.
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9:30-10:00
10:00-12:00
12:00—1:30
1:30—3:00

General Session
Relaxation and Recreation
Group Meetings
Lunch and Rest
Group meetings, special committee
meetings•
Evening sessions as needed and desired. Any free
time may be used by participant for social or
recreational activities at his own discretion.
In addition to the above schedule which can be set up
by the pre-planning committee but which should be taken over
by the "workshoppers” as soon as they are ready, Kelley^ sug¬
gests the following for general sessions:
Mornings 1, 2, 3 — get started - social hours of sing¬
ing, brief orientation, autobiographies, directory data consist
ing of name, address, phone number, etc.

The directory data

can be used for the registration files.
Mornings 4, 5, 6 — lectures, demonstrations, panels
and discussions led by the staff.
Mornings 7 through 13 — audio-visual aids, guest
speakers, progress reports and panels conducted by participants
Mornings 14-15 — Final committee reports.

Evaluation,

Since our plan is for a three week workshop of fifteen
general sessions some of these suggestions may be adopted.
Workshon in Action — With the above pre-planning com¬
pleted the workshop should be able to go into action.

4.

Ibid pp. 71-72.

As soon
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of the planning for their selection of interest groups, their
recreation and their use of leisure time.

The pre-planning

committee who do not make up the staff will become the steer¬
ing committee.

Their duties will be those of preparation of

evaluation sheets, future recommendations, participation in
interest groups, and making themselves available whenever
needed.
Under no circumstances are the ^workshoppers” to be
compelled to choose one particular interest group before at¬
tending some discussion meetings.
it does not have to be final.

Even after a choice is made

There should be no arbitrary-

division and if a participant feels that another group would
satisfy his personal needs he should be encouraged by the
staff and other ”workshoppers” to make the change.
Let us assume that our participants have made their
final choice and have met to select a chairman and a recorder
for each of their groups.

It is most important now that each

group with the guidance of their consultants formulate their
objectives which will be incorporated and become the objec¬
tives of the entire workshop.

Of course all objectives will

not be realized by all participants, just those that are of
pertinent value to them.
Because the purpose of a workshop is to play as well as
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work together social committees will have to he organized.
Perhaps the remedial reading participants will be in¬
terested in organizing social and recreational activities,
such as folk and square dancing, dramatics, arts and crafts
and music.

Specialists in these fields may be invited to

help the social committee.

These people can often be ob¬

tained from book or supply houses that sell material relating
to these types of activities or from state recreational de¬
partments.
The social studies group may show a desire to organize
the library materials and be responsible for bulletin boards.
The morning devotionals and group singing which should
be led by various participants can be taken over by the com¬
mittee on exceptional children.

They may also be responsible

for any hospitality duties.
There may be latent newspaper people in the group con¬
cerned with the problem of the emotionally insecure child.
They may want to set up the daily bulletin which can include
events of the day and biographical sketches of the staff and
participants.
Although the staff and special speakers were invited in
the pre-planning stage, as they must plan their time in ad¬
vance, a member from each of the problem groups should be
chosen to organize the general sessions.
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By this time our work shop should be providing inter¬
esting and challenging general sessions.

In the special in¬

terest groups and in the social and recreational activities
"workshoppers” guided by their consultants should be finding
satisfying answers to their personal and professional needs.
How shall the staff, the ”workshoppers” evaluate their
findings, their .feelings as to whether the workshop is meeting
their personal and professional needs?
Evaluation — As was pointed out in the chapter on eval¬
uation the "workshopper” should constantly evaluate himself and
the workshop.
It is suggested that three evaluation sheets be pre¬
sented, one at the end of each week.
Following are examples of three evaluation sheets that
could be used in our workshop.

These were used by the

Sarasota, Florida Workshop which took place from June 6-25,
5
1949.
They were written by the steering committee and found
to be quite satisfactory.

It may be that our steering committee

can use something similar or construct their own if they so
desire using these evaluation sheets as guides.

5.

Meeting the Needs of Sarasota County*s Children (mimeographed) pp. 188-189, l92^
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FIRST EVALUATION SHEET
1.

What piirpose(s) did you have relative to "workshop”
when you appeared the first morning?

2.

3.

a.

To get credit and satisfy time service require¬
ments.

b.

To improve self as teacher.

(Majority)

What purpose(s) do you now have?
a.

To learn techniques for guidance and how to use
them.

b.

Learn to better understand children.

Are library materials adequate?

General consensus is

Xes.
4.

5.

What features of workshop have you liked most so far?
a.

Stimulation from Dr. Jensen’s lectures.
the consultants).

b.

Fellowship of other teachers.

What features would you like to have changed, added, or
modified?

6.

(One of

Not many changes asked.

Those most frequently:

a.

More time for small committee meetings.

b.

Few minutes "free" time after lunch.

c.

More time for reading.

d.

More time for consultation with staff members.

Give five things you have learned or ideas you have had
changed, redirected, or reinforced.
a.

Need for:

Better understanding of all total school program at
all levels.
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b.

Generally a new conception regarding limitations
of children.

c.

Many teachers reported they realized that much of
their "teaching” had been above the "threshold”.

d.

Necessity for meaningful experiences in the learn¬
ing process.

e.

Children learn in different ways and at different
rates of speed.

f.

Need for extreme caution in the evaluating of
children.

Is the "Workshop” like or different from what you thought
it would be?

General feeling that workshop more mean¬

ingful than individual participants expected it to be.
8.

List the tasks you have set for yourself personally that
you hope to accomplish before the workshop is over.
(Make these Personal ob.lectives not just serving on this
or that committee.)

Every person expressed generally

the idea that he had been inspired to be a more under¬
standing, effective teacher.

SECOND EVALUATION SHEET
The purpose of this evaluation was to ascertain how
well each participant was "finding” himself in the workshop.
There were questions dealing with selection of and attendance
at small and large committee meetings; participation in the
lunch and talent hour; a further check on registration; li¬
brary reading.

Three questions were used to elicit informa-
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tion regarding the degree of help obtained from (a) morning
assembly (b) talks with other participants (c) conferences
with staff members.

Finally the members were asked to state

the way they had contributed personally to the workshop, and
individual objectives they were trying to realize.

THIRD EVALUATION SHEET
1.

Write freely about anyiihing of benefit you think will
come to you as a teacher, to your school, or to the
Sarasota County Schools as a result of the workshop.

2.

V/rite freely of any criticisms or suggestion for im¬
provement (re;

Staff, facilities, type of problems,

covered, procedure used, etc.).
3.

Should Sarasota County ever hold another workshop?
so, when, and for what purpose?

If

If not, what else would

you substitute?
Recommendations — At the conclusion of our workshop
it is s\iggested that the steering committee compile a list of
recommendations as followup to the workshop.

These recommen¬

dations will naturally grow out of the work done by the spec¬
ial interest groups.
Examples of recommendations made by the Sarasota work¬
shop are listed:^

6-

Ibid,

pp. 201-203.
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That three county-wide meetings of all teachers be held
during the next school year, one in the fall, one in
March, and one in May, with the director of the workshop
invited to be present.

It is suggested that the coordin¬

ator be invited to visit in the schools for two or three
days before each pf the meetings.
2.

That each school have an advisory council made up of
principals, representative teachers, and both men and
women from the community to meet at least fo\ir times dur¬
ing the year to discuss ways of helping children grow
and develop in a wholesome way.

It is suggested that

these councils look toward a county advisory council as
an ultimate outcome of these local school advisory
councils.
3.

That the principals, supervisors and superintendent in
their monthly meetings use constantly the material with¬
in the workshop report as the bases for evaluating and
planning for their school activities.

4.

That another workshop be held if and when the teachers
feel a need for it and request it.
Here again the Amherst steering committee may use
these recommendations as a guide for their own proposals.
Mimeographed Report — Since we should have some kind of

written record to organize our thinking it is suggested that

- 64 all the work done by this workshop be incorporated into a
mimeographed bulletin.

Perhaps two representatives from the

steering committee could be responsible for coordinating the
material.
A suggested Table of Contents similar to the one used
in the Sarasota workshop follows:
Part One
Workshop DirectoryGeneral Staff
Director and Consultants
Any State Department Personnel
Any specialists and representatives from book compan¬
ies and supply houses.
Part Two
Short summaries of any discussions, lectures or reports by
the staff or special speakers.
Part Three
Final reports of four major committees.
Part Four
Evaluation reports.
Part Five
Recommendations.
Conclusion — It is important that teachers and admin¬
istrators have time to think through problems and plans com¬
mon to all in school jobs.

Perhaps our workshop will provide

these teachers and administrators with the time to coordinate

- 65 better their own individual and group thinking in relation to
these problems.

Perhaps our workshop will inspire these

teachers and administrators to greater efforts and higher
goals to meet the needs of their children; not just in reme¬
dial reading or in the social studies, not just in a better
understanding of the exceptional child and the emotionally in¬
secure child but to help develop the whole child to live in an
everchanging democratic society.
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SIXXJESTED BIBLIOGRAPHY FOR REI\5EDIAL READING

BOOKS ON RELIEDlAL READING

Betts, Emmett., Foundations of Reading Instruction.
York: American Book Co., 1946 757 p.

New

Cole, Luella., The Improvement of Reading, with Special
Reference's to Remedial Instruction. New York:
Farrar and Rinehart, Inc., 1938.
Gates, Arthur I., The Improvement of Reading:
of Diagnostic and Remedial Methods.
Macmillan and Co.
1947 656 p.

A Program
New York:

Harris, Albert J., How to Increase Reading Ability:
A Guide
to Individualized and Remedial Methods. New York:
Longman Green & Co., 58^ p. For elementary and
high schools. Materials for retarded readers,
p. 439-42. Graded list of books for remedial
reading, p. 555-567.
House, Ralph W., The Diagnostic, Remedy and Prevention of
Reading Difficulties. I^ew York: Silver Biu:dett
193^.
McKee, Paul G., The Teaching of Reading in the ElementarySchool" Boston: Houghton, Mifflin.
194^ 6’22 p.
Russell, David H., Children Learn to Read.
Co. 1949 403 p.

Boston:

Ginn &

MATERIALS ON SPECIFIC TECHNIQUES OR AREAS
IN REMEDIAL READING
Dunklin, Howard Thoman., The Prevention of Failure in First
Grade Reading by keans of Ad.justed Instruction"
New York: Bureau of Publications, Teachers College
1940.
Elmendorf, Laura G., Jameson, Augusta T. and Pierce, Frances.,
Gaines eind Devices for Remedial Reading.
Chicago:
1937 (mimeographed).

- 67 Featherston, William B., Teaching the Slow Learner. New
York: Bureau of Publications, Teachers College,
Columbia University 1951 IIB p,
Fernald, Grace M., Remedial Techniques in Basic School Sub,1 ects . New York: Mc-Graw Hill 1943 343 p.
Gans, Roma., Reading is Fun: Developing Children's Reading
Interests. New York: Bureau of Publications.
Teachers College, Columbia University 1949 51 p.
Gray, William S., On Their Own in Reading: How to Give
Children Independence in Attacking New Words.
Chicago: Scott, Foresman I94S 268 p.
Gray, William S., Remedial Cases in Reading: Their Diagnosis
and Treatment.
Chicago: The University of Chicago.
1922.
Hildredth, Gertrude H. and Wright, Josephine L., Helping
Children to Read. New York: Teachers College,
Coliunbia University 1940.
Kottmeyer, William, A Handbook on Remedial Reading.
Webster Publishing Co.
1947.

St. Louis:

Monroe, Marion and Backus, Bertie and Principals, Counselors
and Teachers of the Washington, D.C. Public Schools.
Boston: Houghton, Mifflin Remedial Reading: A
Monograph in Character Education 1937.
Paulu, Emanuel M., Diagnostic Testing and Remedial Teaching
Boston:
D.cT Heath and CoT 1924.
Robinson, Helen M., Why Schools Fail in Reading.
Chicago:
University of Chicago Press 1946 257 p.
Russell, David H., Reading Aids Through the Grades: Three
Hundred Developmental Reading Activities. New York:
Bureau of Publications Teachers College, Columbia
University 1951 120 p.
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FOR A GENERAL IDEA OF THE THINKING OF EXPERTS IN THE FIELD
OF REMEDIAL READING THE FOLLOWING YEARBOOKS MAY
BY EXAMINED

Chicago University. Reading Clinic.
Clinical Studies in
Reading.
Chicago:
University of Chicago Press ^1949.
Claremont Colleges Reading Conferences.
Claremont, California
Claremont College Ciirricnlimi Laboratory, Summer
Session 1935-1950 15 v.
Conference on Reading University of Chicago. Proceedings
Comp, and Ed. by William S. Gray.
Chicago: University of Chicago Press.
1930-1950 12 v.
Conference on Reading. Keeping Reading Programs Abreast of
the Times Mon. 72.
Oct. 1950T Chicago: University
of Chicago Press Comp, and Ed. by William S. Gray.
Pages 45-49, 68-72, 112-117, 118-122, 153-157, 17S-182,
236-237 are particularly recommended for remedial
reading in Grades 1-3.
National Society for the Study of Education Yearbook No. 48,
Part 11 Reading in the Elementary School.
Chicago:
University of Chicago Press 1949 343 p.

FURTHER SOURCES OF INFORMATION
Betts, Emmett A. and Betts, Thelma M., An Index to Profession¬
al Literature on Reading and Related Topics
(to
January 1, 1943). New York: American Book Co., 1945
137 p.
Monroe, Walter S., Ed., Encyclopedia of Educational Research.
New York: Macmillan and Co. 1950 1520 p.
Education Index under heading "Reading-Remedial Teaching".
May issues of Education magazine 1949, 1950, 1951.
Readers Guide to Periodical Literature for articles in such
magazines as the Horn Book. Parents Magazine and
Wilson Library Bulletin.

- 69 BOOK LISTS:

BOOKS FOR REMEDIAL READING CASES

American Council on Education. Advisory Committee on Inter¬
group Education in Cooperating School. Reading
Ladders for Human Relations. Washington; American
Council on Education 1949 115 p.
Iowa City, Iowa State University of Iowa
Reading Lists for 1949.

A Bibliography of

New York (State). Education Department. Thin Books for
Young People. Albany, University of the State of
New York 1945 2 p.
O’Melia, Pauline A., Books for the Slow-Learning Child: A
Bibliography! Hlmont, New York. Sixteenth District
Public Schools 1946 51 p. Bibliography divided
into three groups; books for children who have not
learned to read; for those who can follow a simple
story; for those whose reading ability approximates
that of an average fourth grade pupil.
Pasadena Public Library. Books for the Non-Reading Child.
Pasadena, California, Pasadena Public Library.
Slater, Russell., Books for Youth Who Dislike Reading.
Ohio
Conference on Reading. Bulletin No. 2 June 1941.
Columbus Ohio State University Press 1941 16 p.
Sullivan, Helen B., Ed. Selected List of Books for Remedial
Readers. Boston University 19W.

SUGGESTED BIBLIOGRAPHY FOR EXCEPTIONAL CHILDREN
BOOKS
Baker, Harry J., Introduction to Exceptional Children
York: Macmillan and Co. 1944.
Featherstone, W.B., Teaching the Slow Learner.
Teachers College, Columbia University

New

New York:
1941.

- 70 Frampton & Rowell, Education of the Handicapped. Yonkers on
Hudson, New York: World Book Co. 1940.
Garrison, Karl C., The Psychology of Exceptional Children.
New York:
Ronald Press Co,
1950.
Heck, Arch 0., The Education of Exceptional Children. New
York: McGraw-Hill Book Company 1940.

OTHER PUBLICATIONS
American Association for Gifted Children,
1951.

The Gifted Child

Ausubel, David P., Prestige Motivations of Gifted Children
New York 19^0
(Thesis is Ph.D. - Teachers College).
Developing a Program for Education of Exceptional Children
in Florida. Florida Department of Public Instruc¬
tion 194^.
Harless, R.C., The School Librarian and the Exceptional
Child Virginia Journal of Jlducation Vol. 44 Oct.
1950 pp. 11-20.
Martens, E.H., A Guide to Curriculum Adjustment for Mentally
Retarde'd Children Office of Education Bulletin No,
TI Washington D.C. Government Printing Office
1936.
National Education Association of the U.S, Educational
Policies Commission Education of the Gifted 1950.
National Society for the Study of Education Committee on
the Education of Exceptional Children The Educa¬
tion of Exceptional Children 1950
Organization of Special Classes for Abnormal Children
Pamphlet l!he State Department of Education Albany:
The University of the State of New York Press 1941.
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Fine, Benjamin "Retarded Children"
2, 1952).

New York Times

(March

SUGGESTED BIBLIOGRAPHY FOR EMOTIONALLY INSECURE CHILDREN
BOOKS
Allen, Frederick H., Psychotherapy with Children
W.W. Norton & Co., Inc., 1942.

New York;

Averill, Lawrence A., The Psychology of the Elementary School
Child New York:
Longmans, Green 1949.
Bettelheim, Bruno, Love is not enough; the treatment of
emotionally disturbed children Glencoe Free Press
Illinois 1950.
Cameron, Hector C., The Nervous Child At School’ London
Oxford University Press Humphrey-Milton 1933.
Carroll, Herbert A., Mental Hygiene
1947.

New York;

Prentice Hall

Granick, Samuel, Intellectual Performance Related to Emotional
Instability in Children^ New York;
1949 (T5rpewritten thesis Ph. S Teachers College).
Huggett, A. & Millard, C.V., Growth & Learning in the Elemen¬
tary School New Yorkl D.C. Heath & Co. 1946.
Lewis, Nolan & Pacella, Bernard, Modern Trends in Child
Psychiatry New York;
International Universities
Press 1945.
Morgan, John J., The Psychology of the Unadjusted School Child
New Yorkl The Macmillan Co.
1936.
Odiorne, Dorothy M., Emotional Instability; A Case Study
Langhorn Pa., Woods Schools, 1935 (Unpaged-child
research clinic series V, 1 No. 2).

- 72 Sayles, Mary B. et al., The Problem Child in School narra¬
tives from case records of visiting teachers. New
York:
Commonwealth Fund Division of Publications
1927.

Sayles, Mary B., The Problem Child At Home: a study of parent
child relationships.
dommonwealth Fund Division of
Publications New York 1928.
Shoobs, Nahum E., et al.
Corrective Treatment for Unadjusted
Children New York^ fiarper & Bros. 1942,
Sjnnonds, Percival, Mental Hygiene of the School Child
York: Macmillan and Co. 1934.

New

Zoe, Benjamin, The Emotional Problems of Childhood; A Book
for Parents and bleachers London:
University of
London Press 194^.

SUGGESTED BIBLIOGRAPHY FOR SOCIAL STUDIES
BOOKS
Dawson, Edgar & et al. Teaching The Social Studies New York:
MacMillan Co, 1927. (Old, but considered to be one
of the 60 best educational books by Enock Pratt,
Free Library, Baltimore).
Horn, Ernest, Methods of Instruction in the Social Studies
New York: Scribner’s 1937.
Lane, Herbert, The Progressive Elementary School
Hought on-Mifflin 193^.

Boston:

Strong, Charles F., History in the Primary School
University of London Press 195d.

London:

Wesley, E.B., Teaching The Social Studies
Heath 1942.

New York:

D.C.

- 73 OTHER PUBLICATIONS
Baldwin, James W,, A Survey of the Present Status and Cur¬
rent Trends in The Social Studies Currionlum in
Texas Schoolsi Austin, Texas University of Texas
Publication No, 4132 1941.
Keebler, Eloise C,, Making Social Studies Come Alive Child¬
hood Education vol, 24 No. ^ p. 347-351.
Pamphlets

1-lV Albany The University of the State of New
York Press 1941-45
(Bulletins 1227, 1210, 1250,
1286).
(Social Studies Program in The Elementary
Schools).

Social Studies Curricula, The;
14th Yearbook The Depart ment of Superintendence of the NEA of the U.S,
1936.
Young, W.E., The Social Studies in The Elementary School
12th Yearbook Ed. NEA 1941.
Young, William E., An Approach to a Social Studies Program
in The Elementary School Albany New York: The
University of the State of New York Press New
York;
1939.

ADDITIONAL MATERIAL
Baker, Emily Veronica., Teachers College, Columbia Children’s
questions and their implications for planning the
curriculum with special reference to the contribu¬
tion of the natiiral and social sciences in the in¬
termediate grade curriculum. New York 1945.
Bowes, John S,, Trends in objectives in elementary school
social studies in state courses of study and state
curriculum materials. B.U. School of Ed. 1949
(Thesis).
Caspole, Florence Esther, Social studies materials found in
the first grade books of five basal reading series.
B.U. School of Ed.
1947.

- 74 Gatti, Mentana, Social studies materials found in the second
grade books of seven basal reading series B.U.
1951.
Spieseke, Alice Winifred, Bibliography of text books in the
social studies for elementary and secondary schools,
Washington National Coimcil for the Social Studies
1949.

SOURCES FOR AUDIO-VISUAL AIDS
Fattu, Nicholas & Blain, Beryl B., Selected Films for
Teacher Education; A Bibliography Indiana University 1950.
(For our particular needs the follow¬
ing pages may be of value).
35
39
45
49
58
62
63
70
77

-

Emotional Health
Feeling of Rejection
Guidance Problem for School and Home
Improve Your Reading
Meeting Exceptional Needs of Children
Problem Children
Report on Donald (mental Health)
Teacher as Observer and Guide
What’s on Your Mind

Batchelder, Howard, Wenger, Roy E., Harris, Fred E., Audio
Visual Materials in Teacher Education 29th Yearbook
of the Association of Student Teaching. Edwards
Bros., Inc., 1950 pp. 163-169.
Encyclopaedia Britannica Films - 1951-1952 (a catalogue)
(excellent films for "social studies at all grade
levels).
Educational Films How and Where to Find Them (leaflet)
Teachers College Libary Columbia University.
Second Series No. 5 revised 1951 The Library
Consultant Service Leaflet,

- 75 This leaflet not only contains some of the sources
listed in the 29th Yearbook on audio-visual materials but
has additional suggestions as to where to obtain materials
of this kind.

Since these leaflets can be bought for two

cents apiece they can be purchased and distributed to all
"workshoppers” for their own future use.
The planning committee should be able to obtain any
audio-visual material from the references listed above and
it is understood that this committee will preview all films,
film strips and other audio-visual material.
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APPENDIX I
The following is a coiDpilaticn of your proposed topics for
I workshop which mi^t at some future date he sponsored by the
Jnive:. sity of ^ssaohusetts for iimherst tea;her*s<,
/

V/ould you kindly check four of the following which might be
)f interest to you since it is now necessary to narrow the study
;o four or five topics?
Iv Heme^dial reading for Grades l«3e
2* Exceptional children (both retarded and gifted) ’That
to do with them in a syi ten ?;herc no special provision
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’.hat constitutes an adequate health program for
elementary grades?

9o Areas to be covered in the field of Boclal Studies from
Grades 1-6« Ideas for activities in those areaso
10..

'ihe teaching of music from Grades l-6;methodSj,techniques^
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